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Steve Hackbarth

Computer Specialist Teacher (P.S. 6 & 116, Manhattan)

hackbarths@aol.com

Discipline-Based Inquiry as a Means of Integrating Cognitive, Affective, and Behavioral
Dimensions of Learning

It is commonly recognized that scholars in the various academic disciplines direct
their attention to certain aspects of the perceptual universe in order to contribute to the ever
evolving body of valid and reliable public knowledge. From the perspective of Merleau-
Ponty’s philosophy, the affective dimensicn of their learning is manifested in the distinctive
structure of their ingniry bekavior, a structure that has been cultivated and refined by
disciplined (in both senses) study and years of experience. As perceiving organisms,
scientists constitute their shared worlds as they persist in exploration of selected phenomena.
What they observe at a given time and in a given context cannot be asceriained by merely, as
it were, looking over their shoulders as if the objects stretched out before their gaze were
readily accessible to all. 1t is only by apprehending the world from their situated
perspective, within their experiential and theoretical framework, that we can begin to share
their vision.

Each of the academic disciplines, and the inter-disciplinary connections among them,
contribute content to the school curriculum that students are required to assimilate as an
essential component of their full human development. The admittedly perspectival, tentative,
and distilled knowledge that they contain, rooted in fully engaged perception (conirasted with
the presumed cbjective, detached gaze of scientism), constitutes the coguitive dimension of
learning when viewed from the perspective of Merleau-Ponty’s philosophy.

A key to understanding integrated learning from Merleau-Ponty’s perspective is to
recognize the role of purposive human action—as it reflects all of those dimeasions of
affectivity expressed in mentalistic language, from moods to aspirations—in perception, and
consequently in the dynamic construciton of the academic disciplines. In his thesis of the
priniacy of perception, Merleau-Ponty (1962) asserted that knowledge arises from reflections
upon immediate perceptual experience: “All my knowledge of the world, even my scientific
knowledge, is gained from my own particular point of view, or from experience of the werld
without which the symbols of science would be meaningless” (p. viii). Merleau-Ponty
rejected the world views of both realism (the knowable world exists independent of our
minds) and idealism (the knowable world exists only in our minds). He held that a firm,
non-arbitrary foundation for reliable knowledge was to be found in the "world-as-perceived.”

Merleau-Ponty’s account of human existence as being a particular "body-subject”
precludes a mentalistic interpretation of affectivity. "Aunger, shame, hate, and love," he
claimed, “are not psychic facts hidden at the bottomn of another’s consciousness; they are
types of behavior or styles of conduct (that] are visible from the outside” (1964b, p. 52).
His rejection of mentalism is as firm as is his rejection of mechanistic behavierism,
objectivism, and scientism (as well as of moral relativism). Our physical activities conslitute
“the visible form of our intentions" (1964a, p. 5). Behavior, for Merleau-Ponty, can only be
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properly understood as the purposive action of a living being. Clearly, it is only by mean
of empathic observation of human aciion that the widely shared language of affectivity aris
for each individual and in every culture. Our bodies bear wiiness not simply to what we 1
or think but to what we arg: "a living body’s slightest reflex expresses the total subject’s
fundamental way of being in the world” (1964b, p. 108), Furthermore, ". . . each person
nothing more nor less to us than this structure [of conduct] or way of being in the world”
(1964b, p. 53). Thus, from the perspective of Merleau-Ponty’s philosophy, the confluen:
of cognitive and affective/behavioral dimensions of learning, may be interpreted in te
of what occurs when people engage actively and reflectively in pursuits of knowledge,
whether to solve pressing problems or to satisfy burning curiosity.

Within the context of formal education, we may teniatively judge the cognitive and
affective/behavioral dimensions of learning to be integrated whem students participate
actively and reflectively in adapted, yet identifiable forms of inguiry that have in the
past and centinue to give rise to the emergence of the academic disciplines. It is not
sufficient for students to mechanically follow prescribed routines. Confronted with tiie
elaborate structures of knowledge in textbook form, teachers might be led 1o believe that
their students must commit as much information to memory as possible within a limited ti
period. Like the technicians who have precipitated a "crisis of the understanding"” in mod
science, some teachers might forget abouit the significance that lived phenomena have for :
full comprehension of a discipline’s concepts and theories. And uniess students are aware
the questions that have been asked about a particular phenomenon within the framework o
certain theory and sccial/historical context, it is unlikely that they will apprehend those
aspects considered © be of significance within a given discip’ine, or across several related
disciplines.

My perspective on confluent education in general, and educational technology in
particuldr, is rooted in phenomenology and finds expression in my own model for the
swstemic (sitnated, contexi sensitive), systematic (yet creative), procedural (but not
inflexible), client engaged (from setling objectives through evaluation), empirical (if
reasonable folks cannol come to some agreement about how to judge whether or not our
program has been effective, we are out of the domain of technology), restricted (uot all
solutions to problems inherent in teaching and learning are instructional in nature) design
instructinn {1926b). The brand of phenomenclogy I draw upon makes much of a very re:
and "discoverable" primordial existence. Cur actions, and resultant perceptions, disclose
us cosmological, epistemological, and axiological truths, not just linguistic conventic s.
There is “something rather than nothing," it can be apprehended, and moral imperatives ¢
beyoud social conventions (1996c). Have you met any sane, mature people who act
otherwise in the care of their own children?

Validation of a Discipline-Based Approach te Formal Education

Long ago, confluent education pioncer Stewart Shapiro and his collcagucs (1975)
followed the procedural guidelines for an ordinary language conceptual analysis to clarify
how the term "confluent education” commonly vwas used. The consensus of the rescarch
team was that "confluent education” is "a deliberate, purposeful evecation by responsible,
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identifiable agents of knowledge, skills, attitudes, and feelings which flow together to
produce wholeness in the person and society” (p. 119). They concluded that, as such,
confluent education is distinct from experience-based education, psychological education,
affective education, emotional ¢ducation, and person '-growth methods, especially in that it
includes: "1, cxternal structure *- 2ich integrates subject “atter and personal awareness, 2. an
intellectual component, and 3. abstract kuowledge cor information” (p. 118).

Those who think that the sori of discipline-based inquiry I now advocate is archaic,
might listen to the words of Albert Shanker, long-time (deceased early 1997) President of the
American Federation of Teachers. "A discipline is not an arbitrary set of restrictions that
keeps us from secing the whole picture. 1t is an essential body of information, built up over

the centuries, about how to explore a particular area of knowledge” (1995, p. 5). He added
that:

Children are not born with disciplinary knowledge, They develop it as they
learn what questions they can ask in history and math and science and
lirerature, and how they can answer them. And the K-12 years are essential to
this process. . . . It is then that teachers begin to help children learn that you
don't look at the structure of a leaf using the same tools that you use to
examine the siructure of a poem about trees—even though both could be part
of an interdisciplinary unit about nature. (p. 5)

Shanker had a way of helping us maintain perspective, especially useful in those times
of awesomely rapid technological change and socio/political instability. He joined with E,
D. Hirsch Fr. (Cultural Literacy, the Core Knowledge curriculum, The Schools we Need and
Why We Don't Have Them) in advocating that students be given good doses of subject matter

content as a prerequisite (0 productive engagement in inquiry. “Prospective teachers,” wrote
Shanker (1997):

are often indoctrinated with the idea that they should “teach the student, not
the subject." This means focusing on the process of learning—on "problem
solving," "higher-order thinking skills," and "critical thinking," rather than
[on] American history or Macherh or W.E.B. Du Bois. The terms inay sound
impressive, but without content, students don’t have anything to think
about—or, probably, any interest in thinking. Subject matter . . . is the life’s
bread of learning. (p. 5)

The legendary Ralph Tyler, too, in a 1994 interview, reminded us one last time that:
"The school is composed of a body of teachers who value scholarship. The school’s role is
to help children—and later, adults—discover scholarly activity" (Hiatt, 1994, p. 786).

Linda Darling-Hammond (1996) and her colleagues at Teachers College, Columbia
University, have described practices of "teachers who seem 1o succeed at developing real
understanding of challenging subjects—and who seem able to do so for an array of students
who include those traditionally thought to be at risk . . ." (p. 11). Consistent with the
implications I have drawn from the phenomenological philosophy of Merleau-Ponty, they
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found that such teachers:

develop engaging tasks that give students meaningful work to do, projects and
perforinances that use the methods of a field of study and represent a whole
piece of work within that field: doing historical research, writing and
“publishing" a short book, developing a computer simulation or scale model.
(p. 1)

Immersion in methods of inquiry that characterize modern versious of traditional
disciplines (e.g., the National Science Education Standards developed by :he National
Academy of Sciences) increasingly is countering the unstructured explorations (“experiential
learning") spawned by a generation of fringe pragmatist and overzealous constructivists.

"What has been missing in education," said a science teacher working as a program direcior
at the National Science Foundation,

is an effective way to inipart the basic skills that the scieatist brings to the lab:
how to frame questions, how to allempi to answer those questions through
experimentation, how (o communicale results, and how to test answers to see
if they hold up. (Deviit, 1997, p. 43)

Terry Devitt (1997) quoied this and other teachers’ illustrations of computer
technology facilitating data collection and analysis, and the sharing of results for scientists
and students alike. For example, in the words of anotlier teacher,

We're irying te bridge the gap between science and education. It’s in a
project like this—where students have a chance to interact with scientists,
conduct research, and publish it online—that we are secing them respond in
ways we’ve never seen bi:ore. . . . This kind of wonder, this kind of
excitement, should be made available, needs to be made available, to young
people everywhere . . . . (Devitt, 1997, p. 43)

Richard Prawat, in his critigue of the view that physical engagement is a necessary
condition for learning, drew upon John Dewey's claim that ideas, not reflection per se, are
essential in guiding the process of solving problems, and thus acquiring knowledge. Prawat
(1997) continued his synopsis of Dewey’s writings with interpretations of the roles of
teachers and academic disciplines not unlike those I have derived from Merleau-Ponty.

Individuals are unlikely to develop scientific thinking and the experimentat
method on their own. A classroom learmning community is the ideal vehicle for
cultivating a discerning eye, which is at the core of the method and mode of
thought. In such a setting, the disposition to view objects and events in new
and imaginative ways must be modeled by the teacher, who must lake care to
avoid the extremes of being a dispenser of knowledge on thc one hand, or a
mere facilitator on the other, . . . In their efforts to develop the ¢xperimental
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methed and mode of thought in students, Dewey writes, teachers have access
to a valuable set of instruments, namely powerful ideas developed within the -
disciplines. These ideas, being specific enough to illuminate the particular and '
general enough to move beyond it, are just the right "size" to promote the sort
of thinking that is the hallmark of the experimental method and mode of
thought. (p. 21)

e

Those who still question the value of discipline-based inquiry, adapted to accord with
student abilities and learning styles, may heed the words of James Greeno (1997).

‘l('I'

Learning to learn through the activities of inquiry involving discourse that
includes formulating and evaluating questions and problems, as well as
solutions and conclusions, and proposing and criticizing explanations,
arguments, and examples is crucial to meaningful participation in the activities
of our society. These practices of active learning have major importance in
individuais' work and in their lives as citizens; therefore, to the extent that we
exclude these practices from our students’ learning activities, we seriously
short-change them. (p. 11)

Thus, 1 have become ever more confident that as we enthusiastically engage our
students in various modes of discipline-based analysis, inquiry, and synthesis activities, they
will begin drawing implications from their observations and initiating their own inquiries as
required by the new questions raised and the problems encountered. Participation in such
"scholarly apprenticeships” would give students valuable insights into the nature of knowing,
per se, and would serve as ideal preparation for those individuals who ultimately will
contribute to the advance of knowledge within and across the disciplines. Consistent with
what may be considered the highest aim of confluent education, they ultimately would leamn
to conduct their own lives with integrity, based on the integration of knowledge and acts
of love, which is wisdom.

Restatement of my Premises and Conclusions

As 1 read Advances in Confluent Educarion, 1 searched for areas where authors had
expressed views having elements in common or in contrast with mine (see below). T found
that Tone Kvernbekk, the other philosopher, drew heavily on John Dewey’s concept of
"trying and undergoing,” sort of a generic conception of active inquiry. My conception
focuses more on those modes of inquiry that have led, and continue to lead, to substantive
advances in knowledge within and across disciplines. Where 1 differed with Tone was
primarily in her identification of "experiential learning" with confluent education (such
unsystematic learning, for me, is a prerequisite t0 informed, discipline-based inquiry).
Interpretation of the aim of confluent education by other authors to increasing awareness of
the self in relation to self (intrapersonal) and others (interpersonal, social), moved me to
clarify more precisely my own position in the list of assertions that follow,
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The defining essence of "confluent education” is capfured in its aim of
achieving integration of cognitive and affective dimensions of tearning.

When cognition and affect are defined in terms of two intimately related
dimensions of human consciousness, their "iategration" or "confluence" is a
matter of logical necessity, not a state that can be achieved by human effort.
It makes no sense to seck achievement of states of being that already exist by
logical necessity.

The kind of knowledge most valued (as reflected in school, district, state, and
national standards) in public schools is that rooted in theonies and methods of
academic disciplines, including both arts and sciences, history as well as
philosophy.

Within the context of confluent education, integration of the various
dimensions of learning is a sensible aim when the cognitive is thought of in
terms of knowledge {not a faculty of the mind nor just information), the
affective in terms of purpose, intentionality, and value {not just moods and
feelings), and the behavioral (psychomotor) in terms of intentional, purposefu
systematic actions of aware agents (not just whimsical, passive, nor even higl
spirited activities).

Intentional actions of aware agents are "purposive,”

Experiential learning may or may not be explicitly and consciously guided by
purpose.

Even systematic purposive behavior that results in experiential learning may |
fueled by virtue or vice, and guided by fact or fiction.

Confluent education is not the same as experiential learning, nor does all
purposive behavior lead to confluent learning.

One philosophical assumption of Gestalt psychology is the rejection of
reductionisim, holding instead to the view thai interactions among a system’s
parts give rise to "emergent properties” that cannot be explained fully based
knowledge of properties of the parts in isolation (out of context).

Conftuent education surely is anti-reductionistic, but its aims and methods
might well be quite different from those of Gestalt psychotogy.

The "self” is more fruitfully thought of as an engaged, perspectival subject ¢
inquiry than as Gestalt or cognitive psychologists’ object of study or targel o!
enrichment activities,

Education is an interhuman, moral enterprise having aiins deemed to be
worthwhile.

The aims of education, being worthwhile to both individuals and society, ma
differ in many respects from those of the academic discipline and practice of
psychology (e.g., "mental kealth," "self-awareness").

Concepts interpreted within the context of one sub-discipline (e.g., Gestalt
psychology) can not precisely be interpreted within another (e.g., confluent
education)., Deing so is called "equivocation,” a source of much confusion,

8
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mystification, and misguided action. E.
. Some forms of therapy might also be educational, but the enterprise of
education differs in many respects from that of psychotherapy. Schooling, in
particular, is nc: a form of therapy and teachers are not (neither by training
nor contract) psychotherapists.
. Psychology in general, and Gestalt psychology in particular, are not good
models for education in general, nor schooling in particular.

PRI m[l‘l.

Alternative Conceptions of Confluent Education

Interpretations Rooted in Philosophy. Tone Kvernbekk (1996) wrote about a "material
world" with which we interact. It becomes known to us as we deliberately “try” things out,
and consciously "underge” the conscquences (from John Dewey). But, for the pragmatist,
reality is neither material nor ideal. It is composed of interactions between agents and
whatever it is they appear to be encountering.

Hackbarth (1996¢) wrote that: "The brand of phenomenology 1 draw upon inakes
much of a very real and *discoverable’ primordial existence. Our actions, and resultant
perceptions, disclose to us cosmological, epistemological, and axiological truths, not just
groundless game playing and linguistic convention. There is *something rather than nothing,’
it can be apprehended, and moral imperatives exist beyond social conventions." The ground
for elaiming the existence of a primordial existence is rooted in reflections upon what we
perceive and apprehend; it is not to he confused with the dogma of naive scientific realism
that leads some to think of perfect correspondence between scientific knowledge and "things-
in-themselves" or the external, real world,

Both cosmological views appear to escape epistemological relativism, and thus
contrast favorably with radical constructivisn.

Kvernbekk (1996) wrote that: "In order to Jearn something significant abrut the world
and construct personally meaningful knowledge we must participate, engage in interaction
with other people and with the material world. . . . the epistemology of confluent education
is essentially relational, . . . experiential learning . . . integrates the coguitive and the
affective domains. . . . The confluent concept of experience and experiential learning clearly
involves senses, fantasy, and emotions, but not as divorced {rom intellect and knowledge. . .

. Experience is not a mode of sensation; it involves discernment of relationships in the world E

and between inquirer and the world. Inquiry is action and experience, but it is action

informed by theory. . . . I have described confluent education in terms of a participator view

of knowledge; a view that siates that the knower is an actor who interacts with the social and

natural world and gains his knowledge from within the aclivity. . . . The confluent concept

of experience involves activity, thinking, and feeling. . . . The pragmatist [Dewey & James]

concept of experience comes close 10 the confluent concept. Both highlight experiential

learning and the importance of the meta-view. There is clearly a difference in emphasis,

however. The affective domain is given a much more prominent place in confluent

education.” I do not know what sense of affect is meant here, perhaps excitement, passion,

etc., but the emphasis on active knowledge-making through concerted action is clear. :
Hackbarth (1996a) wrote that: "Fromn the perspective of Merleau-Ponty's philosophy,
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the affective dimension of the learning of scholars and scientists is manifested in the
distinctive structures of their inquiry behaviors, structures that have been cultivated and
refined by disciplined (in both senses) study and years of experience. . . . Each of the
academic disciplines, and the inter-disciplinary connections among them, contribuie content
to the school curriculum that students are required to assimilate as an essential component of
their full human development. The knowledge that they contain, rooted in fuily engaged
perception (contrasted with the presumed objective, detacked gaze of scientism), constitutes
the cognitive dimension of learning when viewed from the perspective of Merleau-Ponty’s
philosophy." Affect, here, has little to do with warin fuzzies that may accompany the
process of learning. In this context it appears to refer to whatever values, motives, and
intentions are being manifested in the structures of behavior of those seeking knowledge.
Active knowledge-making here is seen in the context of, but not limited to, the distinctive
behaviors that characterize scholars in each discipline, Alternative ways of knowing,
including mystical, religious, and whimsical, arc not excluded.

Note absence of references to the affective dimension of learning in terins of merely
enjoying the experience, or being thrilled (or disgusted) by what was discovered. Affectivity
is portrayed as integral to the action purposely engaged in to acquire knowledge, The
passion that scholars may feel for their subject is secondary to the actions they take in its
pursuit, actions that disclose more fully the true and full nature of their affect than anything
they might say about how much they love their careers. Note that whiie Kvernbekk places
much emphasis on "experiential learning," to the extent that this is a result of unsystematic
inquiry
I consider it a prereguisite to integrated learning, learning that takes place in the context of
theories and methods of the disciplines.

Interpretations Rooted in Psychiology. Other authors claim toots in Gestalt psychology
(foci on self, awareness, and context), though much of their position appears to be captured
well in Rheta DeVries' (,997) summary of Jean Piaget. "According to Piaget," she wrote:

affectivity is both intrapersonal (need, interest, effort, etc.) and interpersonal
(altractions, etc.). In a more specific sense, Piaget took the position that every
scheme (psychologically organized action) has both cognitive and affective
elements and that these are indissociable. (p. 6)

Lisa DeMeulle and Marianne D'Emidio-Caston wrote that: "During the 1960s, many
educators began a re-exploration of teaching approaches to educate learners as whole human
beings. This was done by addressing boih cognition and affect, which includes values,
en.gtions, and personal beliefs, as an integral part of learning. . . . In reaction to the
transmission paradigm, the primary goal of early confluent educators was the iniegration of
cognifion and affect in individual and group learning, with an emphasis placed on the self as
an object of study. . . . [A] newer orientation reflected the construclive and interactive nature
of the learning process (affective/cognitive/psychornotor), as it occurs within the individual
(intrapersonal) and between the individual and the environment (social contexiual). . . . the
outcome of confluent education [now] goes beyond self-awareness. . . . Confluent educators
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also attempt to facilitate a greater awareness of the interactive processes involved in learnin
Our goal is to generate in the learner an awareness of their self-construction of knowledge

within a given context. . . . Thus, in addition to understanding the need for confluence of

cognition and affect within the intrapersonal and interpersonal dimensicns, we now recogni:
thai a third dimension has to be acknowledged in the learning process: the social contextual
dimension."

Early confluent educators are said to have sonichow "addressed" both cognition and
affect. They apparently rejected the notion of systematic direct instruction with its
assumptions about substantive knc.vledge embodied in subject matter. Note that E.D. Hirs
Jr. has recently defended his views on the value of students mastering essential content as a
prerequisite for productive inquiry. Albert Shanker endorsed this view, as did I in my
chapter. DeMeulle and D’Emidio-Caston state further that emphasis was placed on the "se
as an object of study; this apparently in opposition to substantive knowledge about the
"world." 1 do not know what sort of "object” the "self" might be taken to be. The “"newe
orientation” has much to do with awareness of one's role in learning. Kvernbekk and I ag:
that learners must be consciously active in the analysis of situations, the posing of question
the selection of methods, th: seeking of solutions, the analysis of data, the drawing of
implications, etc. Is this what DeMeulle and D"Emidio-Caston mean by "awareness"?
When they write of inlrapersonal, interpersonal, and social dimensions, is it what now goe:
by the term "situated cognition"? Can confluent education be distinguished from any other
brand in terms of its concern for context? I don't think so.

DeMeulle and IX’Emidio-Caston continue: "We now view confluent ediucation as a
conceptual framework that emphasizes the integration of cognition and affect by creating a1
awareness of the relationships among the above three dimensions [intrapersonal,
interpersonal, social contextual]. This framework transforms the transmission paradigin by
giving recognition to both externally held knowledge as well as the self-construction of
knowledge, and perhaps most imporiantly, the interactions between the two. I like this
passing reference to the value of knowledge in a sense other than purely subjective. Peter
Airasian and Mary Walsh (1997) observed that: "Because students always make their own
meaning from instruction, the important curricular and instructional choice is not a choice
between making and not making personal meaning from instructional activities, but a choic
among the ideas, concepis, and issues (and methods I would add) that we want our student
to construct meaning abont" (p. 447). Airasian and Walsh (consistent with Hirsch, Shanke
and my chapter), find ample room in their model for traditional approaches to instruction :
complements to “experiential” and confluent appreaches: "One’s task is to find the right
balance between the activities of constructing and receiving knowledge, given that not all
aspects of a subject can or should be taught in the same way or be acquired solely through
*hands-on’ or student-centered means” (p. 447).

DeMeulle and D’Emidio-Caston assert that: "Because affect, cognition, and physica
experience are inseparable, any attempt to understand one without understanding its relatio
to the other two is limited, at best.” But the » what sense can be made of confluent
education’s expressed aim to achieve integration of cognitive, affective, and psychomotor
dimensions of learning?




Conclusions

If confluent education is to thrive as a movement, clarification of and agreement upon
basic concepts (at the least), if not implications, needs to take place, UCSB’s own Stewart
Shapiro and I have long agreed that confluent education is distinct from experience-based
education, psychological education, affective education, emotional education, and personal-
growth methiods, especially in that it includes external structure that integrates subject matter
and personal awareness, an intellectual ccmponent, and abstract knowledge (Shapiro, 1975,
p. 118).

In my view, one coherent conception of confiuent education entails active engagement
of students in what I have characterized as "impassioned scholarly apprenticeships.” Within
this context of discipline-based, guided inquiry, modeled by teachers and adapted for
students, the cognitive has substance, the affective potency and purpose, and the behavioral
direction. Thus, these dimensions of human leaming can be integrated, not by logical,
linguistic, or biological necessity, but by acts of will, and especially in the context of intense,
spirited collaborations among students and teachers.

References and Related Readings

Airasian, P. W., & Walsh, M. E. (1997). Constructivist cautions. Phi Delta Kappan, 78,
444-449,

Darling-Hamimond, L. (1996). The right to learn and the advancenment of teaching: Research,
policy, and practice for democratic education. Educational Researcher, 25(6), 5-17.

DeMeulle, L., & D’Emidic-Caston, M. (1996). In I, H. Brown {Ed), Confiuence in
education. Integrating consciousness for human change (pp. 43-62). Greenwich, CT:
JAT Press,

Devitt, T. (1997). 6 reasons to infuse science with technology, Electronic Learning, 16(5),
40-46, 61.

DeVries, R. (1997). Piaget's social theory, Educaiional Researcher, 26(2), 4-17.

Goodson, L., & Marsh, C. (1996). Swudying school subjects: A guide. Bristol, PA: Falmer
Press.

Greeno, J. G, (1997). On claims that answer all the wrong questions. Educational
Researcher, 26(1), 10,

Hackbarth, S. (1976). The integration of cognitive and affective dimensions of learning: An
analysis from the perspective of Metleau-Ponty's philosophy. Unpublished doctoral
dissertation, University of California, Los Angeles. Suminary presented at the 1976
annual meeting of the Far Western Philosophy of Education Society and subsequently
(1977) published in J. J. Jelinek (Ed.), Philosophy of education in cultural perspective
(pp. 481-496). Tempe, AZ: Far Western Philosophy of Education Society.

Hackbarth, S. (1996a). Confluent education: An analysis from the perspective of Merleau-
Ponty's philosophy, In J.H. Brown (Ed.), Confluence in education: Integraring
consciousness for human change {pp. 17-42). Greenwich, CT: JAl Press.

Hackbarth, S. (1996b). The educational technology handbook: A comprehensive guide:
Process and products for learning. Englewood Cliffs, NJ: Educational Technology

12

i .‘l.')l.

Ik

..x]idd_l._,_.

|‘|‘ Loau



11

Publications.

Hackbarth, S, (1996¢). Logos, chaos, and legos: Multiple perspectives on modular design.
Educarional Technology, 36(6), 60-62.

Hackbarth, S. (1997a). Exploiting educational features of commercial online services. In
Z.L. Berge, & M.P. Collins (Eds.), Wired Together: Computer-mediared
communication in K-12. Volume 1. Perspeciives and instructional design. Cresskill,
NJ: Hampton Press.

Hackbarth, S, (1997h). Web-based learning activities for children. In B. Khan (Ed.), Web-
based instruction (pp. 191-212). Englewood Cliffs, NJ: Educational Technology
Publications.

Hackbarth, S. (1997¢). Web-based learning int the context of k-12 schooling. In R.C. Branch
& B_B. Minor (Eds.), The Educational Media and Technology Yearbook 1997,
Englewood, CO: Libraries Unlimited.

Hackbarth, 8. (in press). Integrating Web-based learning activities into school curriculums.
Educational Technology, 37(3).

Hackbarth, S. (in press). The role of disciplinary inquiry in Web-based learning. Tech
Trends.

Hackbarth, S., Special Issue Guest Editor (in press, May/June 1997), Web-based learning.
Educuticnal Technology: The Magazine for Managers of Change in Education, 37(3).

Hiatt, D. B. (1994), An interview with Ralph Tyler: No limit to the possibilities. Phi Delta
Kappan, 75, 187-789,

Kvernbekk, T. (1996). Confluent education: A participator view of knowledge. in J.H.
Brown (Ed.), Cowfluence in education; Integrating consciousness for hurman change
{pp- 1-18). Greenwich, CT: JAI Press.

Merleau-Ponty, M., trans. C, Smith (1962). Phenomenalogy of perception. London:
Routledge & Kegan Paul.

Merleau-Ponty, M., trans. A. L. Fisher (1903). The structure of behavior. Boston: Beacon
Press.

Merleau-Ponty, M., edited by J. M. Edie (1964a). The primacy of perception: And other
essays on phenomenological psychology, the philosophy of ari, history aud polirics.
Evanston, 1L.. Northwestern University Press.

Merleau-Ponty, M., trans, H. L. Dreyfus & P. A. Dreyfus (1964b). Sense and non-sense.
Evanston, IL; Northwestern University Press.

Merleau-Ponty, M., trans. J. O'Neill (1970). Themes from the leciures ai the Collége de
France 1952-1960. Evanston, IL: Northwestern University Press.

Prawat, R, S. (1997). Problematizing Dewey’s views of problemn solving: A reply to Hiebert
et al, Educational Researcher, 26(2), 19-21,

Shanker, A. (1995). The power of disciplinary learning. American Teacker, 79(8), §.

Shanker, A. (1997). Subject matter: The essential ingredient. American Teacher, 8I(6), 5.

Shapiro, S. B. (19735). Developing models by "unpacking" confluent education. in G. L.
Brown (Ed.), with T. Yeomans & L.. Grizzard. The live classroom. Innovation
through confluent ediication and gestalt (pp, 109-120). New York: Viking Press.

b
(v

e



